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Intense debate on training models used in professional psychology education, including dis-
cussion on the specific training models most appropriate for educating future psychologists 
is far from finished. The authors reviewed articles discussing training models including re-
sults of empirical studies in professional psychology programs, which were published in se-
veral psychology journals databases (1949 to 2014). The authors have identified (a) the sci-
entist-practitioner; (b) the practitioner model and its derivatives; (c) the clinical-scientist; and 
(d) the competency-based models. This article also outlines the historical development of each 
model and a consideration of the main principles espoused by each training model. It seems 
that discussion on the concept of training models and empirical studies on how these mo-
dels are used in professional psychology programs outside the context of Western countries, 
is rare. Thus, this review could serve as a theoretical foundation for the implementation of a 
study aimed at filling the gap in the discussion of professional psychology program curri-
cula, including the training models used, especially in other contexts than the Western. 
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Diskusi intensif tentang model pelatihan spesifik yang paling cocok untuk mendidik psiko-
log di masa depan masih belum tuntas. Para penulis menelaah artikel-artikel yang mendis-
kusikan model pelatihan, termasuk yang meliputi hasil studi empiris dalam pendidikan psi-
kologi professional, serta telah diterbitkan dalam berbagai pangkalan data psikologi (1949 
hingga 2014). Para penulis mengidentifikasi model-model (a) ilmuwan-praktisi; (b) praktisi 
dan turunannya; (c) ilmuwan klinis; dan (d) model berdasar kompetensi. Artikel ini juga me-
maparkan secara garis besar perkembangan sejarah dan pertimbangan prinsip-prinsip utama 
yang menyertai tiap model pelatihan. Ternyata diskusi tentang konsep model pelatihan dan 
studi empiris tentang bagaimana model-model tersebut dipakai dalam program psikologi pro-
fesional di luar konteks negara Barat, masih langka. Telaah pustaka ini dapat menjadi dasar 
teoretis pengimplementasian suatu studi yang bertujuan mengisi kesenjangan diskusi kuri-
kulum program psikologi profesional, termasuk model-model pelatihan yang dipakai, teru-
tama di luar konteks negara Barat. 
 
Kata kunci: psikologi professional, model pelatihan, kurikulum psikologi, psikolog 
 
 
The determination of appropriate preparation for 
educating future professionals is an important topic 
given the strategic role of professionals in serving the 
community (Shulman, 2005). Professional education 
in psychology began in 1896 with the establishment 
of the first psychological clinic by Lightner Witmer 
at the University of Pennsylvania (Cautin & Baker, 
2014; Routh, 2000). Following this, several professi-
onal programs were established throughout the United 
States (Routh, 2000). Professional education in psy-
chology is distinguished by some special character-
istics not found in traditional scientific/research pro-
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grams. These include: integration between scientific 
research and practice components (Helmes, 2011); a 
greater emphasis on professional ethics and codes of 
conduct (R. L. Peterson, D. R. Peterson, Abrams, & 
Stricker, 1997); and, the use of comprehensive teach-
ing and learning methods which involve more than 
one method to provide knowledge and skills train-
ing and nurture professional attitudes (Kaslow, 2004; 
Peterson et al., 1997). For a more complete review of 
the characteristics of professional psychology educa-
tion, please refer to Ningdyah (2014). 
Professional psychology training models were dis-
cussed intensively for the first time in 1949. Some 
scholars and psychology professionals of the time con-
tended that education of psychologists should be stan-
dardized in order to meet society's demands (Baker 
& Benjamin Jr., 2000; Cautin & Baker, 2014). Pre-
viously, there was no consensus or rules regarding 
the structure of professional psychology education. 
The Boulder Conference of 1949 marked the first and 
the most well-known effort to standardize the edu-
cation of psychologists (Baker & Benjamin Jr., 2000; 
Cautin & Baker, 2014). One of its main outcomes was 
the emergence of the scientist-practitioner model, the 
first specifically directed at training professional psy-
chologists, and, until recently, the default framework 
for the majority of professional programs (Baker & 
Benjamin Jr., 2000; Bell & Hausman, 2014; Belar 
& Perry, 1992; Horn, Troyer, & Hall, 2007). Other 
educational models were developed as alternatives 
to the scientist–practitioner model, namely the prac-
titioner model and its variations, the clinical-scien-
tist and competency-based models. 
An understanding of the training models is im-
portant because it reflects the academic philosophy 
used in organizing an educational program (Horn et 
al., 2007), which in turn will also influence the cha-
racteristics of graduates. In this paper, the authors 
review the literature of the training models applied 
in professional psychology education and outline the 
current knowledge pertaining to this topic. It is ho-
ped that this review might contribute to understand-
ing of the training model alternatives available in 
professional psychologist education. This is of parti-
cular significance for professional psychology edu-
cators, providers of professional psychology pro-
grams and policy makers in the area of professional 
psychology education. For these targets, a full under-
standing of the training models is expected to assist 
in: (1) determining the most suitable training model(s) 
in accordance with the desired goal(s) of the pro-
gram establishment; and (2) determining educational  





The author reviews literature published between 
1949 and 2014 (when this study was begun) regard-
ing training models applied in professional psycho-
logy education. As described above, such training mo-
dels have been intensively discussed since 1949 when 
scholars and professionals began to realize the import-
ance of standardizing the education of future psy-
chologists. Thus, the year 1949 was used as the start-
ing point for this review. 
The literature has been explored systematically 
through databases such as Sage, JSTOR, PsycINFO 
(ProQuest), PsycARTICLES (ProQuest), Scopus, Gale, 
and Science Direct. The author used the following 
keywords for the search: ‘professional psychology 
AND training model’; ‘professional psychologists 
AND training model; and ‘psychologist AND train-
ing model’. In the following section, an overview is 
presented of each of the professional psychology 
education training models, including the history of 










This model was developed at the 1949 Boulder 
Conference on Graduate Education in Clinical Psy-
chology, held in Boulder, Colorado (Raimy, 1950, 
as cited in Baker & Benjamin, Jr., 2000; Cautin & 
Baker, 2014). It constitutes the first formal statement 
on the structure of education for future psycholo-
gists. The main principle adopted by the scientist-
practitioner model is the integration of science and 
practice in psychology training programs. Thus, ac-
cording to this model, such programs should com-
prise scientific method (including training in con-
ducting research) and practice components that aim 
to develop practice skills. Practice components are 
taught through the use of the internship or appren-
ticeship learning method, whereas the scientific com-
ponent is taught through guiding students in conduct-
ing research and writing research reports (Cautin & 
Baker, 2014). Psychologists, according to the scien-
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tist-practitioner model, "could and should be both re-
searchers and practitioners" (Belar & Perry, 2005, as 
cited in Rodolfa, Kaslow, Stewart, Keilin, & Baker, 
2005b, p. 26). 
The Gainesville Conference in Florida in 1990 
further formulated important characteristics of the 
scientist-practitioner model (Belar & Perry, 1992). 
The conference resulted in a detailed formulation of 
learning materials applied in preparing a scientist-
practitioner, as summarized in Table 1. 
As stated previously, the scientist-practitioner mo-
del is the model most widely used in professional 
psychology programs (Baker & Benjamin Jr., 2000; 
Bell & Hausman, 2014; Belar & Perry, 1992; Horn, 
Troyer, & Hall, 2007). Although it was originally for-
mulated to direct education in clinical psychology, 
it was also subsequently widely accepted by other 
fields of psychology (i.e., educational, counselling, 
industrial and organizational psychology) (Baker & 
Benjamin Jr., 2000; Belar & Perry, 1992; Bell & 




Decades after its emergence, a group of psycho-
logists came to believe that the scientist-practitioner 
model fell short of expectations in developing com-
petent clinical psychologists with a full professional 
skill set (Cautin & Baker, 2014; Korman, 1974). This 
group viewed the scientist-practitioner model as pro-
ducing graduates whose responsiveness to social pro-
blems tended to be inadequate. They attempted to 
address this perceived shortfall by formulating the 
practitioner model (Korman). This alternative model 
was presented in the Vail Conference in Vail, Colo-
rado in 1973. Around the same time, a new profess-
sional psychology educational structure emerged, 
the Doctor of Psychology or PsyD (Korman). Inde-
pendent professional programs incorporating the new 
structure were first established in California in 1970, 
and a few years later similar programs were being 
implemented throughout the United States (Cautin 
& Baker). 
Some of the main principles of the practitioner 
model are as follows: 
(1) Consideration of client need in providing psy-
chological services. Accordingly, the curriculum of 
psychology education programs should be based on 
the analysis of those needs (Korman, 1974). Con-
sistent with this view, it is important that effort 
should be made to periodically monitor the extent to 
which professional programs meets the needs of the 
community. When required, curriculum changes need 
to be implemented in meeting these needs. 
(2) Students should be selected on the basis of 
appropriate personality and motivational factors, in 
addition to test scores. Thus, applicants’ experiences 
in social areas, interpersonal skills and attitudinal 
factors were deemed important in selecting students 
likely to develop into psychologists responsive to the 
needs of clients (Korman, 1974). 
(3) Providing students with varied practical ex-
periences related to the needs of society, and empha-
sis on the importance of program evaluation to iden-
tify improvements and opportunities that need to be 
made available to students. 
Several variations of the practitioner model deve-
loped: the practitioner-scholar, scholar-practitioner, 
and local-clinical-scientist models. All three share 
some basic principles, especially emphasis on the 
practice component. The practitioner-scholar and 
scholar-practitioner models are often seen as inter-
changeable (Bell & Hausman, 2014). These two mo-
dels place greater emphasis on scientific activities 
than the traditional practitioner model. The third va-
riation of the practitioner model is the local-clinical 
scientist. This model was initiated by the National 
Council of Schools and Programs of Professional 
Psychology/NCSPP (R. L. Peterson, D. R. Peterson, 
Abrams, Stricker, & Ducheny, 2010). It emphasizes 
the importance of the ‘local’ aspects of clients in the 
provision of psychological services (Bell & Hausman, 
2014; Peterson et al., 2010). Local aspects may in-
clude personal and family history, the influence of 
local social and environmental factors, and the cli-
ent’s personal concerns (Peterson et al.). A principle 
integral to this model is that psychologists should be 
sensitive to the specific needs of their clients. Thus, 
students are afforded broad practice opportunities to 
expose them to experience a variety of practice ex-
periences, including social and power issues, and 
serving marginal groups. Students are also exposed 
to a variety of research topics and research methods 




Further criticism of the scientist-practitioner mo-
del emerged in the 1990s, with the establishment of 
the Academy of Psychological Clinical Science 
(APCS). The APCS is dominated by clinical psy-
chologists with strong research backgrounds. These 
founders of the clinical-scientist model argued that 
the scientist-practitioner model was less appropriate 
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in training future psychologists, due to its lack of 
emphasis on research and on application of psycho-
logical sciences in an education context. 
The clinical-scientist model places great empha-
sis on scientific aspects and the research compo-
nent. While the scientist-practitioner model ack-
nowledges the role of research in psychological 
practice, the clinical-scientist model places more 
priority on scientific aspects in the education arena 
(McFall, 2006).There are no specified requirements 
that must be met in order for a program to qualify as 
a clinical-scientist program, but it is expected that 
the model be individualized, integrated and flexible, 
and that each professional program be encouraged 
to maximize its resources to achieve program ob-
jectives in line with principles of the clinical-scien-
tist model (Bell & Hausman, 2014). The following 
points outline some of the main objectives of the 
clinical-scientist program (McFall, 2006, p. 36): (1) 
to train students for a career in the field of clinical 
research; graduates are expected to generate and ap-
ply scientific knowledge; (2) to develop research and 
Table 1 





Teaching - Scientific core: normal & 
abnormal behavior, human 
life span development, 
individual differences, 
scientific & professional 
ethics, research designs & 
methodology, statistics, 
psychological measurement, 
history & systems of 
psychology, biological-
cognitive/affective and social 
bases of behavior. 
- Additional scientific content: 
assessment, intervention. 
 
- Developing working relationships, communication skills, 
interviewing procedures and consultation skills; 
case/problem conceptualization based on valid psychological 
assessment and scientific sources; scientifically validated 
interventions; personal characteristics and their impacts on 
professional interactions; analysis of risks and benefits of 
assessment and intervention, informed consent, and 
iatrogenic issues; ethical, legal and professional obligations 
related to the use of scientifically-based assessment and 
interventions; socialization into the professional practice of 
psychology; the implications of individual differences in 
practice, includingcultural and ethnic factors; supervision .  
 
Experiential - The availability of scientific 
experiences, including 
conducting formal research 
experiences. 
- The inclusion of a pre-
dissertation research project 
and the dissertation.  
 
- Systematic application of psychological knowledge to 
practice with individuals, groups, and organization. 
- The use of scientific methods (i.e., critical thinking, 
hypothesis testing) both in psychological practice and 
research.  
- Broad and general component of practice, which includes 
experiences across a broad variety of settings and 
populations. The focus of experiential content of practice 
includes case/problem formulation, assessment, intervention, 
evaluation, and consultation. 
- The provision of early experiential activities under the 
guidance of academics, followed by external placements.  
- The inclusion of issues of ethics and social and legal 
responsibility. 
- Consideration of issues related to individual differences 
including cross-cultural and multiethnic factors. 
- The inclusion of a one year, post-practica, intensive 
supervised predoctoral practice experience. 
- The practice component begins during the first year and 
focuses on the systematic application to practice of 
knowledge from core scientific substantive areas. 
- Internship as a model for supervised field experiences is 
acknowledged. 
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clinical theory as well as integration with other sci-
ences; (3) to support the development and expansion 
of access to multiple varied opportunities for train-
ing and conducting research, including obtaining 
research financial support and if desired embarking 
on a career in the field of clinical sciences; (4) to 
encourage dissemination of clinical science and its 
application to human problems in an innovative and 
responsible way; and (5) to encourage the spread of 
clinical knowledge to policy makers, fellow psycho-




The aforementioned models are classified as con-
tent-based models. Variations of training models in 
this category are determined by the characteristics 
of educational program content, be it an emphasis 
on practice content as seen in the practitioner mo-
dels, the highlighting of scientific aspects and the 
conducting of research as applied in the clinical-
scientist model, or the balanced view on the role of 
science and practice advocated by the scientist-
practitioner model. The fourth model - the compe-
tency-based model - focuses more on a set of com-
petencies that must be achieved upon the comple-
tion of a graduate professional psychology program, 
rather than merely arguing for the inclusion of par-
ticular content or subject matter. Thus, this model 
emphasizes student acquisition of a set of knowled-
ge, skills and attitudes. The competency model also 
stresses the application of several teaching/learning 
methods to ensure that graduates achieve the stated 
competencies and required competency levels. 
Key components that characterize the competency 
model are: (1) a precise description of competencies 
to be achieved; (2) a tool or method for measuring 
competencies; and (3) the application of established 
standards by which a person is considered compe-
tent (US Department of Education, National Center 
for Education Statistics, 2002, p. 9). 
The use of the competency-based model in pro-
fessional psychology education commenced in the 
United States in 1986 when the National Council of 
Schools and Programs of Professional Psychology 
(NCSPP, 2014) issued statements indicating that the 
competency model would consist of six core com-
petencies (Rodolfa et al., 2014). A number of initia-
tives to develop models of professional competence 
in psychology emerged over the next few years, for-
mulated by academics. These include the Compe-
tency Cube proposed by Rodolfa et al. (2005a) and 
the Competency Benchmarks developed by Fouad et 
al. (2009). Further, such initiatives were also espou-
sed by professional organizations and accreditation 
bodies of professional psychology programs (for exam-
ple, the Association of State and Provincial Psycho-
logy Boards, 2009; the Mutual Recognition Agree-
ment (Canadian Psychological Association, 2011) from 
the Canadian Provincial and Territorial Regulatory 
Bodies; APA Office of Program Consultation and 
Accreditation (2013), and the British Psychological 
Society (BPS), 2014). 
Discussions in the area of professional competen-
cies in psychology are ongoing. A recent develop-
ment has been the emergence of a more specific set 
of competencies, such as the Developmental Achi-
evement Level (NCSPP, 2014) and the Competency 
Benchmarks (Fouad et al., 2009). With targeted com-
petencies to be achieved in the professional pro-
gram formulated in detail, competency objectives 
for each year of education can be mapped so as to 
enable programs to focus on the achievement of 
competencies at each level within the period of 
training. Furthermore, there also appears to be sig-
nificant movement towards developing assessment 
methods to measure competencies in a comprehend-
sive manner, as described, for example, in the Com-
petency Assessment Toolkit (Kaslow et al., 2009). 
In summarising several training models used in 
professional psychology education, Table 2 (see Ap-
pendix) presents the main characteristics of the four 





In this paper, four main professional psychology 
program training models have been identified and 
described: the scientist-practitioner, practitioner, cli-
nical-scientist and competency-based models. It is 
hoped that this article might provide useful infor-
mation for psychology educators and those involved 
in the management of professional psychology pro-
grams in determining the most appropriate training 
model(s) that best suit each program’s mission and 
objectives. 
The four training models identified above – (a) 
the scientist-practitioner; (b) the practitioner model 
and its derivatives which include the practitioner-
scholar and the local-clinical-scientists models; (c) 
the clinical scientists; and (d) the competency-based 
models – are major training models intensively dis-
cussed in the literature reviewed. While the author 
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acknowledges the existence of other, less dominant 
training models used in the education of professi-
onal psychologists, as appeared, for example, in the 
study conducted by Rodolfa et al. (2005b) in the US 
internship training programs, this paper limits com-
prehensive discussion of aims and objectives, teach-
ing and learning methods, and evaluation mecha-
nisms to the four training models most commonly 
referenced in the literature reviewed. The author 
acknowledges the limitations of this review, and 
suggests that other reviews might be undertaken to 
specifically address other developing training mo-
dels in professional psychology education. 
Another important result of the author’s literature 
review is the realisation that the concept of training 
models and empirical studies on their use in pro-
fessional psychology programs derive from a West-
ern countries such as the US (e.g., Horn et al., 2007; 
Rodolfa et al., 2005b) and Australia (e.g., Pachana, 
O'Donovan, & Helmes, 2006). Reports on the use of 
training models in professional psychology educa-
tion outside these contexts - in Asia, for example -
are rare. Thus, several important questions remain 
unanswered: What training models are used by pro-
fessional psychology programs in non-Western coun-
tries? Do trends and models used in Western coun-
tries surface in the characteristics of professional psy-
chology education in other regions, such as Asia? 
Narrowing focus to the Indonesian context, the 
author observes that there is very little information 
on the nature of professional psychology programs. 
In fact, no empirical studies on the characteristics of 
professional psychology education in Indonesia have 
been undertaken to this point. Thus, further research 
on Indonesian professional psychology education tra-
ining models and program curriculum structure is 
required in order to bridge this gap in the literature. 
Given the increasing number of international postgra-
duate professional psychology programs (Helmes & 
Pachana, 2005), including in Asia (Shimoyama, as 
cited in Helmes & Pachana, 2005) and specifically 
Indonesia (Sarwono, 2004), the author believes that 
a comprehensive study on the educational character-





The authors acknowledge the existence of other, 
less dominant training models used in the education 
of professional psychologists, as appeared, for exam-
ple, in the study conducted by Rodolfa et al. (2005b) 
in the US internship training programs. This paper 
limits comprehensive discussion of aims and object-
ives, teaching and learning methods, and evaluation 
mechanisms to the four training models most com-
monly referenced in the literature reviewed. The au-
thor acknowledges the limitations of this review, and 
suggests that other reviews might be undertaken to 
specifically address other developing training models 




Knowledge and understanding of various profes-
sional psychology education training models is im-
portant in providing a foundation towards defining a 
training model to be used that matches the program 
objectives. Determination of the training model(s) 
to be used in a professional program is essential, ser-
ving as a guide in developing a series of appropriate 
educational experiences for students, as well as in 
planning teaching/learning techniques and in deve-
loping an effective evaluation system. One of the 
expected final outcomes of such programs is ensu-
ring a consistent and integrated educational appro-
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- The integration 






- Equal emphasis 
on both science 
and practice.  





client needs both in 
service delivery and 
choice of 
curriculum. 
- Varied practical 
experiences to fulfil 
the needs of society. 
- Professional training 
setting that is well-
suited to the needs 
of a range of clients 
in the community.  




- Consideration of 
‘local aspects’ of 
clients (this only 




- Strong emphasis on 
scientific aspects and 
research components. 
- Increased attention to 









- More emphasis 
on a set of 
competencies 








































- To train students to 
become 
psychologists 
sensitive to the 
social problems and 
needs of the client 
community. 
- To train research 
scientists for meeting 
diverse roles in the 
psychological field. 
- To prepare students 
for a career in the 
field of clinical 
research. 
- To prepare students 
with a sound 
grounding in   
scientific knowledge 
and methods.  
- To develop research 
and clinical theory as 
well as integration 
with other sciences. 
- To support the 
development and 
expansion of access to 
varied opportunities 
for training and 
conducting research. 
- To encourage 
dissemination of 
clinical science and its 
application to human 
problems. 
- To encourage the 
spread of clinical 
knowledge to policy 
makers, colleagues 
within the psychology 










































- More emphasis on the 
scientific and research 
components. 
- A broad range of 
specific knowledge 
and skills, tailored to 
the needs of the 
student and the 
particular problems 
being explored.  
 
- The focus of this 
model is not the 
completion of a 
set of 
subjects/specified 
content and/or a 


















Practitioner Clinical Scientists 
Competency-
based 
- Required content 
includes: evaluation 










- More flexible 
dissertation criteria 
with an emphasis on 





be attained on 





provided for the 











- Learning by doing 
and the development 
of supervisory 
relationships. 
- The provision of 
field training in 
various contexts. 




in the classroom. 
- Academics function 
as role models by 
engaging in 
professional works. 
- Regular exchange 
between academics 
and field supervisors 




activities of both 
groups.  
- Standardization in 
training is not 
expected; multiple 
ways of training are 
endorsed to achieve 
the goals of the 
clinical science 
training. 
- Several conceptions 
regarding training 
methods include, for 
example, an 
apprenticeship model 
in which trainees 
work closely with a 
research mentor on a 
topic under 
investigation. 




activities in academic 
forums such as 
seminars, tutoring, 
posters and colloquia. 
 



















































































objective, and to 
ensure 













- Student evaluation: 





















graduates and their 
impact on society. 
- Direct assessment of 
students’ competence 
in targeted areas 
through performance 
samples that are 
highly relevant to 



















along with the 
traditional 
transcript.  
 
 
 
